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Stress among diverse members of school communities has received differing 
levels of attention and research activity. Whilst teaching has been studied 
extensively and is consistently recognised as one of the top three most stressful 
occupations, stress among headteachers and pupils has received less attention 
from researchers. This submission includes a critical review of the current state of 
knowledge and research in respect of stress, coping and well-being in schools 
(considering headteachers, teachers and pupils) and the significant original 
contributions to the growth and development of knowledge in this field made by a 
book, four chapters and four journal articles. 
 
The corpus of the selected works is embedded in extensive research and project 
work spanning more than twenty years, carried out with over 3200 adults and 
pupils drawn from over 200 primary, secondary and special schools in the UK. As 
the work was oriented toward solving practical problems in the “real world” 
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(Feilzer, 2010, p8), a pragmatic stance was a primary consideration for each of 
the projects. Research designs adopted were varied, including methods drawn 
from both quantitative and qualitative paradigms. 
 
A dual process transactional model of stress and coping is presented as the 
underlying framework for the studies. Results indicated that, despite the 
differences in the role and status of the varied populations investigated and the 
contrasting environments in which they operate, some consistencies were found 
in terms of levels of stress resulting from the impact of; organisational factors; 
interpersonal relationships; communication inconsistencies and daily hassles on 
coping and well-being. These findings informed key elements of the behaviour 
management training programme on the Postgraduate Certificate in Education 
(PGCE) courses at the University of Cambridge, recognised as “excellent” and 
“highly distinctive” by Ofsted (e.g. 2008, 2011), and have been incorporated into 
the Teacher Training Agency guidelines for behaviour management training for 
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This document represents part of my submission for the award of PhD by 
Published Work. The context of this thesis is timely, as stress, mental health and 
well-being are currently at the forefront of health and education debates (e.g. 
Prime Minister’s Office, 2017; NHS, 2015, 2016, 2017). Here, I reflect on the 
current state of knowledge and research in respect of stress, coping and well-
being in school communities, and the contributions made to the field by my own 
work in the form of a book, four chapters and four journal articles (see Appendix 
1). The corpus of the selected published work, embedded in extensive rigorous 
research and project work spanning more than twenty years, has made original 
contributions to knowledge in respect of school staff and pupil stress, coping and 
well-being. The submitted works, which draw on a range of both established and 
innovative research methodologies from positivist, interpretative and mixed 
methods approaches, have generated academic discussion and are cited widely 
in the academic literature, as detailed in the summaries of each item (Appendix 
2).   
 
A secondary output of my research is the integration of the findings into my 
professional development work, supporting frontline teaching and learning in 
schools. The submitted materials and my wider research in this field, have fed 
directly into the programmes of school development and teacher development on 
PGCE and in-service courses at the University of Cambridge. The Cambridge 
PGCE is listed as the top teacher training provider in England in the latest Good 
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Teacher Training Guide (2017) and is ranked as the “pre-eminent individual 
provider” topping both Primary and Secondary tables. My behaviour management 
training and teacher support programmes are listed as “unique selling points” of 
the courses and have been consistently recognised as “excellent” and “highly 
distinctive” by Ofsted (e.g. 2008, 2011). 
 
Furthermore, my work has directly impacted government policy in respect of 
teacher training and development in England and Wales, as a basis for Improving 
Teacher Training for behaviour management (TTA, 2012).  
 
Here I offer a brief summary of main claims as to the original contributions of my 
work to knowledge by:  
x the development of a model of teacher stress and coping and an associated 
professional development tool; 
x the development of methodology and methods to investigate stress and 
coping; 
x addressing significant gaps in knowledge of stress and coping among 
practitioners and pupils in mainstream and special schools; 
x understanding the role of autonomy, control and personal agency in coping 
and well-being; 
x highlighting the impact of policy and legislation on coping and well-being 
among staff and pupils in mainstream and special schools. 
This information is expanded upon in each of the summaries of the submitted 
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works in Appendix 2. 
A note on my research methodology 
This section will outline the approach taken in my research, providing a rationale 
for this position, and a brief description of selected works to exemplify the range 
of methods used. For a more in-depth description of individual submitted works, 
please see the summaries in Appendix 2 and/or the submitted items in Appendix 
3. 
 
The substantive paradigm for my work is pragmatism. It is concerned with 
addressing real world issues (Feilzer, 2010), the overall aim being to improve 
teaching and learning; personal development of teachers, headteachers and 
pupils; and whole school development. Pragmatism emphasises the need to 
adopt the most appropriate research methodologies to address particular 
research questions. This freedom of methodological choices enables decisions to 
be made based on the goodness-of-fit between the method and a particular 
research question. As an approach to knowledge construction, it recognises the 
existence and importance of the natural and physical world, while also having a 
high regard for the reality of perceptions, experiences and actions of individuals 
(Johnson & Onwuegbuzie, 2004).  
 
I have not limited myself to purely quantitative nor qualitative approaches, rather 
drawing from both separately, as well as in different combinations, to seek 
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authentic answers to my research questions. To facilitate this authenticity, my 
cross-sectional, repeated measures and longitudinal research designs have 
included questionnaires, semi-structured and unstructured interviews, and focus 
group data collection methods. This methodological framework has guided my 
thinking in the nine items of submitted work that I discuss below.  
 
My initial interest in stress, coping and well-being among pupils and teachers 
came through my experience as a practitioner working among staff and pupils in 
residential special schools (Item 9). My participant and nonparticipant 
observations and interviews of pupils, parents, teachers and other professionals, 
alongside interrogating secondary data, led to me wanting to conduct a closer, 
more rigorous examination of the experiences of children and young people in 
residential accommodation. I was interested in how and why pupils ended up in 
residential education, including why their behaviour could not be managed in 
mainstream and day special schools and units. These young people represented 
the most challenging pupils, most being excluded from mainstream and referral 
units for their ‘antisocial’ behaviour. On the one hand, I was interested in how, 
often having suffered multiple traumas in their lives and disrupted education, they 
coped with: restricted freedom and autonomy; access to their established social 
support networks and a lack of control over important life events. On the other, I 
was interested in the effects on the mental health of staff coping with the 
pressures of managing the behaviour of challenging pupils considered by many 
as out of control, operating in a total institution (Goffman, 1957). The results of 
this work are detailed in Item 9. 
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From this study, I went up a level, to consider mainstream schools, examining 
teachers’ perceptions of working with pupils who have special needs (Item 3) 
since it was usually referral from these teachers, supported by their managers, 
that initiated the process of transfer from mainstream to special provision. From 
here, I looked at both teachers’ and pupils’ views and understandings of each 
other’s behaviour and motivation. Of particular interest were pupils on the tipping 
point of moving from the least to most restrictive environments. I therefore shifted 
my focus to disengaged and disaffected pupils, since this was a common feature 
of many of the pupils I had encountered in residential education. I concluded that 
various personal, interpersonal and organisational factors, linked to behaviour 
management, lay at the heart of understanding why relationships, teaching and 
learning were undermined. Given all the above operate within an organisation, I 
considered how those with overall responsibility for the well-being of staff and 
pupils coped with these pressures. Within each study, comparisons were made 
between variables such as gender, age, experience, context and developmental 
level. The submitted works are connected in various ways, reflecting how these 
different members of diverse school communities coped personally and 
interpersonally and how organisational factors impacted on the daily lives of all 
those involved. A secondary output from my work has been application of my 
research to teaching - my professional work has focused on how to develop 
effective behaviour management programmes for teachers, as behaviour 
management training for teachers is generally poor (TTA, 2012).  
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When I began my research journey, mixed methods research was not recognised 
in the way that it is now and I have witnessed its gradual acceptance as a third 
research paradigm (Tashakkori & Teddlie, 2003). It was only as recently as 2005, 
that the American Educational Research Association formed a special interest 
group on Mixed Methods Research and in 2007, that the Journal of Mixed 
Methods was introduced. I adopted a mixed method approach for many of my 
studies, because of my belief in the merits of using both quantitative and 
qualitative methods to generate authentic data. As Creswell (2003) pointed out, 
the use of quantitative and qualitative approaches in combination provides a 
better understanding of research problems than either approach alone (p.4). 
 
Teddlie and Tashakkori (2009) presented a typology of research designs 
including standard notations for mixed methods research. For clarity, I have used 
their notations to describe the designs used in my research. The terms qual and 
quan are used to symbolise qualitative and quantitative research. Upper case 
(e.g. QUAN) indicates which aspect of the design is dominant and in lower case 
(e.g. quan) which aspect is less dominant. A plus sign (+) indicates a project 
carried out in parallel and an arrow (J), a project carried out sequentially. My 
research designs include various combinations of quantitative and qualitative 
methodologies and methods, three examples of which (taken from my submitted 




Example 1 (Item 3)  
Parallel mixed method monostrand design QUAN + qual 
Stress and distress were measured using a questionnaire which included both 
closed and open questions and an established protocol (GHQ); 
 
Example 2 (Item 5) 
Sequential monomethod multistrand design QUAL J QUAL 
An innovative approach based on interviews with headteachers, the outcomes 
of which were discussed by a group of educational commentators, who then 
wrote reflective essays, the conclusions of which were responded to by the 
headteachers; 
 
Example 3 (Item 8) 
Sequential mixed method multistrand design QUAL J QUAN Teacher strand 
QUAN J QUAL Pupil strand 
Teachers provided personal constructs of engaged and disengaged pupils and 
then completed an inferred self-esteem scale for both groups. The pupils 
completed self-concept scales and were then either interviewed or completed a 
questionnaire, the content of which matched the interview questions. 
 
Each of the works was underpinned by the existing research literature at the time, 
some of which has been expanded since. However, in respect of developing 
professional practice to improve well-being, some areas have not advanced 
despite my and others’ research highlighting the negative impact of policy and 
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practice on the mental health and well-being of school communities. For 
example, most of the multi-agency institutions described in Item 9 were closed 
around 10 years ago, as they were considered not fit for purpose. However, in 
2016, the Ministry of Justice announced proposals to introduce new ‘secure 
schools’ - descriptions of which is almost identical to those that were closed. A 
second issue, the lack of behaviour management training for teachers (TTA, 
2012) - a primary cause of stress for staff and pupils in schools – continues to be 
sidestepped, despite the Government appointments of three successive 
behaviour specialists since 2005 charged with addressing this issue. 
 
In order to illustrate how my work is linked to the existing knowledge, the 
following section elaborates on the stress, coping and well-being literature, 
alongside my own work. 
Understanding stress, coping and well-being in school 
communities. 
This section is divided into four sub-sections. Each sub-section includes 
reference to the literature on stress, coping and well-being among staff and/or 
pupils in different types of school and how my work links to the development of 
knowledge in those areas. In section 1, I discuss conceptual and theoretical 
frameworks and the relationships between them (linking directly to Item 1). The 
focus in section 2 moves to the experiences of teachers, both trainee and 
experienced (linking directly to Items 2 & 3). Section 3 looks at headteachers 
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(linking directly to Items 4 & 5).  Finally, section 4, examines pupils’ experiences, 
both mainstream pupils (linking directly to Items 6, 7 and 8) and those with 
emotional and behavioural difficulties in residential special schools (linking 
directly to Item 9). 
1   Conceptual framework 
In the following section, I will define and contextualise my usage of the terms 
stress, coping and well-being and illustrate how my submitted work relates to 
current understandings. 
 
According to Hobfoll:  
No concept in modern psychological, sociological or psychiatric literature is 
more extensively studied than stress. The sheer amount of scientific 
literature is so extensive that it is no longer possible to conduct a 
comprehensive review. (2004: 1) 
 
Consequently, given that it has attracted the interest of many different disciplines, 
finding a universally accepted definition of stress is problematic. I define 
psychosocial stress in the following way:  
Stress is a negative feeling state which has both psychological and physical 
components. It is experienced as an assault on ‘self’. Stress is not 
consistent between individuals, nor stable over time. (Item 1)  
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The ‘self’ includes personal, professional and social elements which can be 
affected individually or can interact. For instance, personal goals that are shared 
with others, despite often being seen as positive, can result in stress and 
additional demands on coping, if disrupted (Millar et al., 1988). Teachers in Item 
2 said that they gained most job satisfaction from their perceived performance as 
a teacher. However, the shared goal of learning with a class could be 
undermined by the teacher having to control the behaviour of disruptive pupils.  
 
Research into psychological stress has produced numerous models which 
attempt to explain the process, among which Lazarus and Folkman’s 
transactional theory (1984) is probably the most influential. It places cognitive 
appraisal or self-evaluation as the key concept to understanding differences in 
how individuals cope with stress. The transactional approach has had a 
significant influence on my thinking because of its emphasis on the relationship 
between stressor, response and outcome and the dynamic nature of stress. 
 
Like stress, coping has also received substantial attention, with almost one 
million articles produced between 1988 and 2014 alone (Frydenberg, 2014), 
resulting in a range of definitions. Coping includes behavioural, cognitive, and/or 
emotional reactions in response (reactive) to or in anticipation of (proactive), a 
perceived stressor (Dubow & Rubinlicht, 2011).  
 
Similarly difficult to define, is well-being. The well-being of the young and old has 
become a topic of interest among politicians and the media, yet research on well-
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being is a relatively recent phenomenon (e.g. Seligman, 2011). Thomas (2009) 
concluded that well-being “is intangible, difficult to define and even harder to 
measure” (p. 11) nevertheless, coping strategies have been shown to play a 
decisive role in well-being (Gustems-Carnicer & Calderón, 2013). Descriptions of 
psychological well-being include: coping with stress; self-efficacy, self-esteem; 
emotion regulation; positive relationships with others; adapting to change; 
satisfaction with specific life domains; living and working productively; feeling 
competent; happy; and having an internal locus of control in respect of important 
elements of your life (Quevedo & Abella, 2014). These (and other) elements 
related to control, autonomy and self-efficacy feature throughout my studies as 
indicators of levels of well-being among staff and pupils in schools. For example: 
in Item 3 the well-being of trainee teachers after their final practicum was 
particularly low - as measured by the General Health Questionnaire. Trainees 
reported feeling unsupported, having negative relationships with mentors and 
other teachers, and self-doubt which they attributed to their school placement. In 
Item 8, the self-concept and self-esteem scores of the disengaged boys were 
significantly lower, and stress scores higher, than the engaged boys. Many of the 
open comments suggested they believed they lacked autonomy and control over 
important events suggesting that their subjective well-being was also low 
compared with engaged boys. 
 
Effective coping makes a positive contribution to well-being and vice versa. 
People cope, but do so differently even in the same context - some more 
effectively than others; and individuals cope more effectively on some occasions 
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than others when faced with the same stressor. The ability to adapt and 
improvise to overcome stressors is preferred to over reliance on a limited set of 
coping responses (Item 1). 
 
According to Grant et al. (2003) stressors are: “Environmental events or chronic 
conditions that objectively threaten the physical and/or psychological health or 
well-being of individuals of a particular age in a particular society” (p. 450). Whilst 
I support this definition, I would add perceived events, since a stressor can be 
generated in worrying about an upcoming event which may, or may not, take 
place. It can also result from ruminating about a negative event that did occur 
which can create high levels of anxiety, undermining self-efficacy, coping ability 
and creating self-doubt. Several examples of both are evident in my submitted 
works. Trainee teachers (Item 3) reflecting on their lessons always feeling they 
were not good enough which led to them questioning their professional 
competence. It is also important to differentiate between those stressors over 
which an individual believes they have no control and those they believe they 
have. Stress resulting from uncontrollable events results in a focus on regulating 
emotions. Some events are so threatening and devastating that pretending 
everything is OK is the only way to cope - at least in the short term. In contrast, 
an individual can engage in problem solving with events that they can control. 
Therefore, different types of stressor require different ways of coping. The correct 
balance of problem-focused and emotion-focused coping strategies has the 
potential to buffer the impact of stress on well-being (Item 1).   
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Three types of stressor have been identified: cataclysmic, life events and daily 
hassles (Antonovsky;1979) or what McNamara (2000) called non-normative, 
normative and daily hassles. Whilst everybody is exposed to life events (e.g. 
death of someone close) and some to cataclysmic events (e.g. terrorist attack) 
individuals have little or no control over either. In contrast, all members of a 
school community are exposed to regular minor stressors or daily hassles 
(Lazarus & Folkman, 1984), which Kanner et al. defined as: 
the irritating, frustrating, distressing demands that to some degree 
characterize everyday transactions with the environment. (1981: 3) 
 
More recently O’Connor et al. highlighted how daily hassles can make it difficult 
for an individual to achieve personal goals:  
Hassles are events, thoughts or situations which, when they occur produce 
negative feelings such as annoyance, irritation, worry or frustration, and/or 
make you aware that your goals and plans will be more difficult or 
impossible to achieve. (2008: S20) 
 
Daily hassles can be balanced by daily uplifts or positive experiences which 
affects an individual’s subjective sense of well-being.  
 
One important contribution of my work is highlighting the impact of daily hassles 
on staff and pupils’ stress and coping. For teachers, daily hassles included 
persistent low-level disruptive pupil behaviour, such as talking out of turn (e.g. 
Item 1). For some headteachers it included time wasted getting bureaucrats in 
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local authorities to authorise minor purchases (e.g. Item 5). For pupils, daily 
hassles included being picked on by peers and teachers and the negative impact 
on established social relationships from having to change groups for different 
subjects (e.g. Items 6 and 7). However, the same everyday event could be 
viewed as either hassle and or uplift by different pupils. Having to wait in line for 
dinner was an irritant for some pupils but for others it was a time to have fun “we 
all sit round in a circle trying each others’ shoes on . . . it’s right good” (Item 7). 
Which prevails (irritation or fun) depends on individual subjective interpretation 
and individual goals. 
 
Understanding stress requires considering the subjective significance of the 
event (e.g. Horowitz et al., 1979), considering individual differences in coping 
skills and resources (Andrews et al., 1978) and the context (Chaplain, 2016). 
Whilst much research has focused on the effects on individuals of major life 
events (e.g. parents divorcing), the cumulative effect of minor everyday hassles 
can be underestimated. McLean suggests why this may be the case:   
the unit of stress (daily hassle) is relatively small and the stressors so 
familiar, these kinds of stressors have been taken for granted and 
considered to be less important than more dramatic stressors. Clinical and 
research data indicate that these . . . can be potent sources of stress. (1976: 
298)  
 
Sandler et al., (1997) found that daily hassles were better predictors of 
adjustment problems than life events for adolescents and can have a significant 
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detrimental impact on their mental health. As Carter, Garber, Ciesla, and Cole 
concurred: 
hassles alone also have an important relation to psychopathology in 
adolescents, particularly hassles occurring within the school environment, 
which is an especially salient context for children’s development. (2006: 
437) 
 
In item 1, I present details of an interactive model of teacher coping which is 
based on the premise that: coping occurs at two levels; and personal, 
interpersonal, situational and organisational factors covary to produce adaptive 
coping (reduce stress) and maladaptive coping (increase stress). It is a dual-
process model, various forms of which exist in psychology (e.g. Sherman, 
Gawronski & Trope, 2014). I argue that not all coping is the result of deliberate 
conscious appraisal or a volitional activity - some is carried out automatically or 
unconsciously (Bargh, 2013). Competent skilled individuals are often regarded as 
such because of their ability to cope with or solve problems, or carry out daily 
tasks (e.g. managing a class) calmly and with seemingly minimal effort or 
attention i.e. ‘automatically’. The competent teacher has a large repertoire of 
automatic strategies which reduces demands on valuable cognitive resources 
needed to cope with novel situations or persist with difficult stressors. Classroom 
routines, triggered by simple nonverbal signals are examples of structural 
automatic coping strategies. These routines are not cognitively challenging but 
where not established in classrooms, are associated with disrupted lessons 
(Evertson et al., 2003). Where they are effective, they can help inoculate both 
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teacher and pupils against stress. They are developed through overlearning, a 
process wherein newly acquired skills are practiced beyond the point of initial 
mastery which leads to them being carried out automatically. Other examples are 
overlearning professional social skills such as scanning (Chaplain, 2016). I have 
used the above model in my professional development work to improve teachers’ 
resilience by advancing their classroom management knowledge and 
competence, using skills-based problem focused training and coaching and 
support.  
 
Having discussed the key concepts in general terms I now focus on stress, 
coping and well-being for individual groups: teachers; headteachers and pupils.  
2   Teacher stress, coping and well-being 
According to the Health and Safety Executive’s comparative study across 
professions teaching is the most stressful (Smith et al., 2000), a claim echoed by 
the NUT (2000). A recent survey of 4500 teachers reported that teacher stress 
continues to be a problem, with 98% feeling increasingly stressed and around 
three quarters saying that teaching was having a serious effect on their physical 
and mental health and almost half planning to leave teaching within five years 
(Lightfoot, 2016). Nevertheless, Kyriacou (2011) found that, despite teaching 
being recognised as a high-stress occupation, teachers are reportedly healthier 
than other professional groups. I have also pointed out that teachers and 
headteachers who were stressed could still have high levels of job satisfaction - 
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which prevailed depended on the nature of the stressor and specific facet of job 
satisfaction (Items 2 and 4).   
 
One of the most frequently reported and independently predictive of teacher 
stress, is pupils’ disruptive behaviour. There is extensive consistent evidence 
collected over a long period of time highlighting the relationship between 
managing pupil behaviour, discipline problems and high levels of stress and 
distress for both trainee and qualified teachers (for example, Barrett & Davis, 
1995; Berg & Cornell, 2016; Brock & Grady, 1998; Chaplain, 1995, 2008; Gavish 
& Friedman, 2010; Hart, 1987; Head, Hill & McGuire, 1996; Zeidner, 1988).  
 
Three other stressors commonly reported by teachers are: workload; change and 
lack of support, but these are stressors frequently reported in studies of 
occupational stress in other professions. Stress resulting from excessive 
workload is reported by: nurses (Weigl et al., 2016); social workers (Blomberg et 
al., 2015); and GPs (Doran et al., 2016). In fact, most workers are increasingly 
confronted with stress from heavier workloads due to living in a “getting more 
from less” era (Chartered Institute of Personnel and Development, 2009). Some 
researchers have argued that multiple facets of stress working synergistically are 
more powerful than single factors. For example, stress resulting from pupils’ 
disruptive behaviour is not just an interpersonal issue it is also related to 
administrative workload. As MacBeath and Galton argued pupil misbehaviour 
results in:  
 . . . increased workload, because someone has to supervise detentions and 
20 
periods of isolation during lunchtime and morning breaks. Furthermore, 
forms then need to be completed so that the decision to implement such 
sanctions could be justified to senior management, who in turn are in a 
position to defend the school’s stance should an irate parent challenge the 
decision. (2008: 9)  
 
Similarly, change, a frequently reported stressor, is also not unique to teaching. 
Change is inevitable in any organisation, given for example, the phenomenal 
advances in technology and more recently the impact of austerity. That is not to 
ignore that, for many years, schools have also been bombarded with changes to 
curriculum, special needs provision, health and safety and inclusion to name a 
few. In Item 9, I pointed out how the impact of the Children Act (1989) had made 
life more stressful for those working in residential facilities. 
 
Kyriacou (2001) argued that there will always be a need for research into teacher 
stress, since examining stress levels and the nature of stressors at landmark 
changes is important. Much of the submitted work was undertaken in part to 
determine the effects of specific changes. For example, Item 2 was carried out at 
a time when the integration/inclusion of pupils with Special Educational Needs 
(SEN) in mainstream schools was expanding. This change created additional 
pressures for mainstream teachers, including how they (teachers) would be 
supported in class. Of the three stress factors identified in Item 2 Professional 
concerns (supporting SEN) accounted for a little more variance than did Pupil 
behaviour and attitude in the study. However, it is important to recognise that 
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SEN encompass a wide range of difficulties, including behaviour difficulties - a 
group which continue to be a source of stress for teachers, headteachers and 
other pupils. To date, little seems to have been done to address these concerns 
given that twelve years after Item 2 was published MacBeath and Galton wrote:  
Teachers . . . blame the deterioration in classroom discipline . . . on the 
increase in the number of children with serious learning difficulties now 
entering schools as the result of “inclusion without adequate resourcing”. 
(2008: 8) 
 
This report (ibid) was published at the same time as Item 3, my study of stress 
and distress among trainee secondary teachers. Whilst almost identical numbers 
of male and female teachers (40%; 38% respectively) reported managing pupil 
behaviour as the main source of stress, more men found pupils with specific 
behaviour difficulties and disorders more stressful than did women. Comments 
typically referred to “challenging behaviour from pupils inappropriately placed in 
mainstream classrooms”. Female trainees also reported receiving more threats of 
physical aggression than did their male counterparts. One might argue that 
threats of physical assault by pupils directed at a teacher warrant being labelled a 
serious behaviour difficulty. If that is the case, then the figures are perhaps more 
similar than may at first appear and are indicative of problems in defining 
behaviour difficulties. This study also highlighted the high levels of psychological 
distress among the sample and associated detrimental effects on their well-being, 
something of more recent concern in schools and other workplaces (e.g. the NHS 
Five Year Forward View for Mental Health, 2015). The female respondents in this 
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study reported higher levels of psychological distress than males, which 
reinforced similar findings from other studies (e.g. Goldberg & Williams, 1988; 
Pevalin, 2000). This is an important finding and cause for concern given the 
proportions of females in the teaching profession. Regression analyses identified 
managing pupil behaviour as the only factor to make a unique contribution to the 
prediction of psychological distress.   
 
Pupil behaviour and discipline are also implicated in problems of teacher 
recruitment and retention (Barmby, 2006; House of Commons Education and 
Skills Committee, 2004; Hobson et al, 2009; Kyriacou & Kunc, 2007). In 2014, the 
Chief Inspector of Schools commented that around two-fifths of teachers leaving 
the profession within five years was a “national scandal”, adding “I think most of 
them leave because of misbehaviour in schools. They find it far too challenging, 
far too difficult”. (Wilshaw, 2014) 
 
A lack of social support is linked to stress and equally applies to anyone. Different 
types of social support link to specific stressors as I discuss in my submitted 
works. Lack of support for teachers is particularly implicated in coping with 
disruptive behaviour. A major reason reported for the high levels of stress among 
teachers, according to Merrett and Wheldall (1992), resulted from the lack of 
training they received in behaviour management skills. The shift of teacher 
training from universities to schools reflected the government’s attempt to 
improve teachers’ behaviour management skills (DfEE, 1988) and make them 
more effective practitioners (Anderson, 1995). Partnership schools now “have the 
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leading responsibility for training students to . . . manage classes.” (DfE, 1992: 
para 14). The efficacy of this strategy is challenged, given that stress associated 
with classroom management does not decline as the school placement 
progresses (Burn et al., 2003; Capel, 1997). As Merrett and Wheldall (1992) 
observed, the chances of a trainee finding themselves in a welcoming school, 
with supportive teachers, cooperative pupils, and a skilled well-informed, and 
appropriately experienced mentor were uncertain. Moreover, despite continuing 
with this policy, the DfE at the same time recognises that poor pupil behaviour is 
the “greatest concern voiced by new teachers” (DfE, 2010). The above 
observations – supported by my findings question the efficacy of the current 
policy of shifting more training into schools as opposed to providing training in 
effective evidence-based behaviour management techniques. 
 
Again, this concern is reinforced by trainee teacher’s comments in Item 3 where 
they reported a lack of support and negative attitude of mentors, other teachers, 
heads of departments and headteachers towards trainees, notably in respect of 
classroom management. Comments such as, “unhelpful almost obstructive” . . . 
“hardly spoke to me and when he did was always critical no balancing of positive 
and negative, just negative” . . . “and taking no interest in my presence in their 
school” were not uncommon and hardly welcoming to the profession. However, 
such lack of support is not limited to trainee teachers, as similar comments have 
been made by qualified teachers (Wallace, 1996). As Day et al. reported, “an 
ineffective or unsympathetic Head of Department or headteacher would tend to 
erode the resilience . . . of teachers dealing with . . . classroom crisis” (2006: 
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224). One might reasonably conclude that such behaviour would be magnified for 
a new entrant trying to acculturise to the profession. As Haggerty et al. (2011) 
pointed out “although behaviour management dominated much of the thinking of 
the NQTs, the support they received in relation to it seemed conceptually 
limited.”, an observation which mirrors the concerns I raised in respect of trainee 
teachers. Furthermore, McLaughlin et al. (1986) suggested trainees are often 
given classes which experienced teachers do not want to teach or the mentors 
have themselves have difficulties controlling. 
 
I would argue that although teachers identify excessive workload, change and 
lack of support as major stressors, it is managing pupil behaviour that most 
distinguishes teacher stress from other work-related stressors in most other 
professions. It is pervasive among teachers of both sexes, of different ages and 
at different stages of their careers and indeed frequently cited as a reason 
teacher burnout (Aloe et al., 2014; Gavish & Friedman, 2010) and for leaving the 
profession as outlined in The Schools White Paper, The Importance of Teaching 
(DfE, 2010). 
 
Effective management of social behaviour is associated with high levels of pupil 
engagement with learning, whereas ineffective behaviour management is 
associated with pupil disengagement, general misbehaviour and pupil aggression 
(Lewis et al., 2005; Marzano, 2003). In item 8, only one teacher took some 
responsibility for their pupils’ disengagement with learning through negative 
messages from teachers. The other teachers externalised responsibility - causal 
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explanations included: pupils being disruptive or having behaviour problems 
(43% of comments); pupils’ personality and disposition (40% of comments); 
pupils’ community, family or deviant peers (15% of comments). Teachers 
externalising blame for pupil disengagement is not uncommon (McInerney, 
2009). It is a process which has potential negative consequences for both 
teachers and pupils, being associated with higher levels of stress (since an 
individual relinquishes control) and also linked to teachers’ self-efficacy and low 
expectations (Rubie-Davies, 2014). Teachers with low expectations used more 
negative behaviour management approaches and had more disruptive 
classrooms than those with high expectations of their pupils (Rubie-Davies, 
2007). 
 
The disengaged pupils similarly externalised most of the causes of their 
difficulties to teachers - including disengagement from learning and lack of 
success. Self-serving attributional bias is a common human predisposition where 
people attribute their successes to their personal characteristics, and their 
failures to factors beyond their control, a process that helps maintain their self-
worth (Shepperd, Malone, & Sweeny, 2008). 
 
Most people demonstrate this behaviour on a regular basis but doing so can 
deprive people of opportunities to learn and develop. In the above example, (Item 
8) it is the pupil who loses out most, since they have little or no control over 
decision making and access to credentialed courses. The pupils saw teachers as 
largely responsible for their failure at school because, among other things, they 
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perceived teachers were particularly unfair towards them. Like their teachers, 
they had come to have low expectations for their future success which may be 
the result of being exposed to teachers’ negative expectations. At the same time, 
they still wanted to succeed academically, but felt they lacked the strategies 
needed to learn effectively, nevertheless they struggled on, though feeling 
unsupported. One might be tempted to conclude that, in a more pupil-aware 
climate, this would be less likely to occur but the evidence challenges this 
assumption. Similar outcomes have been observed by Rubie-Davies (2006) who 
found that the self-perceptions of pupils who began the year confident in their 
abilities were significantly lower by the end of the year when placed with low-
expectation teachers. The reverse was the case for those placed with high-
expectation teachers. 
 
Mismatches between the interpersonal perceptions of staff and pupils were also 
highlighted in Item 9. Findings in this study demonstrated how the perceived 
functions of routines, designed by adults to maintain order and ensure the 
smooth running of a total institution on the one hand and support the well-being 
of pupils with behaviour difficulties and disorders on the other, were viewed very 
differently by the two groups. In several cases, staff beliefs about the function of a 
routine was not shared by pupils and in some cases, had directly opposing 
beliefs. Such misunderstandings have the potential for unintended negative 
outcomes for both parties resulting in conflict and stress. Both Items 8 and 9 had 
important messages regarding the value of taking on board the perspectives of all 
pupil groups in decision-making to improve school and classroom climates. At the 
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time of writing these Items, pupil voice was not fashionable and the book which I 
edited with Rudduck and Wallace (1996), and from which Item 8 was taken, was 
considered a catalyst for the growing attention to pupil voice which followed.  
 
Having examined stress, coping and job satisfaction among teachers at different 
stages of their careers, the next section looks at headteachers’ perspectives, 
discussing how they share similar experiences but with different emphasis. 
3   Headteacher stress, coping and well-being 
Dramatic changes to the role of a modern headteacher have been associated 
with increased levels of stress and ill health. Stressors commonly reported by 
headteachers echo those of teachers, namely: workload, interpersonal 
relationships with staff and pupil misbehaviour (Chaplain, 2001; Phillips & Sen, 
2011). In addition to strategic planning, the headteachers and senior leadership 
team (SLT) are responsible for organising the day-to-day running of the school 
and supporting staff in an environment of increased testing, scrutiny, 
accountability and community involvement. Indeed, Sammons (1999) suggested 
that, in effective schools, the headteacher is central to the development of 
professional practice and Blase and Blase (2002) found substantial evidence 
showing that positive leadership in schools was linked to psychologically and 
physically healthy work environments, staff well-being and overall academic 
success. It can be of no surprise then that headteachers report feeling under 
pressure, which can make excessive demands on their ability to cope (Crawford 
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& Earley, 2011; Earley et al., 2012; Galton & MacBeath, 2008). 
 
There is a lack of research into headteacher stress (Phillips & Sen, 2011), a 
situation I was highlighting in 1995 and 2001 (Items 5 and 4). This paucity is 
perhaps surprising given ongoing problems recruiting and retaining headteachers 
along with the numbers taking early retirement (Higham et al, 2015). What limited 
research has been carried out over the last 30 years, points to an increase in 
levels of work related stress (Phillips & Sen, 2011). In 2001, when I asked a 
group of headteachers the question “In general, how stressful do you find being a 
headteacher?”, over half (55%) reported feeling very stressed or extremely 
stressed as a result of work-based pressures (Item 4). Six years, later using 
questions from my study, Phillips, Sen and McNamee (2007) found little had 
changed, with just under half (43%) of the headteachers they studied reporting 
being very stressed or extremely stressed. 
 
A major concern and source of stress shared by both teachers and headteachers 
is pupils’ behaviour and the inclusion of pupils with behaviour disorders in 
mainstream schools (MacBeath et al., 2006). Concerns about behaviour resulted 
in the requirement for all maintained schools to publish behaviour policies. These 
policies are available for public scrutiny and cover everything from rewards to 
restraint of disruptive pupils. At the same time, being under additional pressure to 
ensure academic performance figures remains high, adding to the burden of 
managing the school as a whole (DfE, 2010; Peaston, 2011).   
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Whilst being directly involved in the management of pupil behaviour is stressful, it 
also generates additional associated demands on headteachers. These demands 
include supporting teachers and other staff physically and psychologically and 
through professional development, as well as dealing with pupils and their (often 
angry) parents (Item 4). Being proactive in the development of a behaviour policy 
and ensuring staff have appropriate professional development, support their well-
being and have access to appropriate resources, all form part of the leadership 
component of a headteacher’s work. However, a recent study by Ofsted found 
that teachers in several schools were unhappy about the lack of support provided 
by some headteachers in respect of behaviour management, which created 
further stress for the teaching staff. They reported that many teachers felt the 
headteacher could do more to ensure that all staff applied policies consistently. 
This suggests that teachers are aware of internal inconsistencies in their own 
school and want senior leaders, to be actively monitoring behaviour and taking 
more effective action, to take more responsibility for putting a stop to this problem 
(Ofsted, 2014: 15). 
 
Not feeling supported by headteachers can significantly increase teacher stress 
with a potential negative impact on school and classroom climate. Whilst 
headteachers are expected to manage and minimise stress among their staff and 
provide support in the workplace, headteachers can also be viewed as a source 
of stress because of their behaviour and attitude (Tepper, 2000). When staff are 
experiencing stress, it is the manager’s responsibility to make changes to find a 
solution (Saksvik et al., 2002).  
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Social Support for heads often comes from other senior staff and/or governors, 
but this can for some be perceived as being hit and miss (Item 5). Social support 
has several elements - received support (what is provided); social 
embeddedness (quality and nature of relationships with others); and perceived 
support (believing that help would be available if necessary). Perceived support 
has a buffering effect on stress and a direct protective impact on well-being, 
whilst received support has an indirect impact by helping to maintain perceived 
support (Kaniasty, 2005). Received support is therefore beneficial, provided it 
preserves or enhances perceived support. 
 
As professionals, most teachers like to feel they have a role to play in making 
important decisions in school that affect their work life and there are claims that 
this is more likely given there has been a shift from hero leadership to one of 
distributed leadership (Silins & Mulford, 2002). However, Gronn (2010) warned 
that whilst this shift may have occurred, the scope of the heads role has not 
diminished. As I pointed out in Item 5, whilst some headteachers claimed to 
believe in shared decision making, others were openly more tokenistic. For 
example, one said, “I don’t believe you can have a democratic organisation!”.  
She went on to say that although she asked for other people’s ideas, she would 
ultimately make unilateral decisions. 
 
My studies of headteacher stress included in this submission (Items 4 and 5) 
highlighted many of the pressures headteachers had to cope with were often 
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neglected or marginalised because of the focus on teachers’ issues. 
Headteachers can feel that staff do not appreciate the pressure put upon them as 
the following quotes from primary headteachers illustrate: 
The staff do not appreciate all the other demands on my time. Sure, I would 
like to have more time for informal and professional talk, but there are not 
enough hours in the day especially with the [new] building problems. They 
just don’t appreciate what I am going through.   Female, (Item 4: 205)   
 
I can’t understand why they [the staff] can’t or won’t accept my job is to 
manage and this can involve making unpleasant decisions. I can rise above 
it but I would rather have a more pleasant atmosphere.   Male, (Item 4: 205)   
 
Another significant source of stress, and a personal dilemma for some 
headteachers, is sharing power and control with others or delegating 
responsibility. Handing over decision making can be difficult. As one headteacher 
confided, “I need to become more comfortable about delegating tasks to other 
people . . . I am aware that I will burn myself out if I don’t share out the burden” 
(Item 4: 208). This can be especially true when a school has gone through a 
period of difficulty – problems managing a group of disruptive pupils or major 
change for example. A headteacher who has maintained a visible presence 
during a difficult period may find it hard to hand back the reigns if he or she 
perceives doing so might result in a return to the problem situation. By the same 




Using the headteacher inappropriately for support can be indicative of structural 
difficulties, ineffective policies and negative routines in a school. As Ofsted 
pointed out in their report on exclusion: 
In high excluding schools (but not exclusively) . . . headteachers and senior 
staff . . . worked hard but were often overwhelmed by numbers of pupils 
referred to them for indiscipline by classroom teachers. Frequently such 
referrals short-circuited established systems and merely reflected the 
unwillingness of some staff to deal with problems at source. (1996: 19)  
 
Headteachers are under pressure from multiple sources both internal and 
external (Items 4 and 5). They have to balance the demands placed on them by 
various stakeholder groups. This includes balancing the expectations of teaching 
staff, alongside those of pupils, their parents and governors. Since these groups 
seldom have the chance to interact, they often conflict and create additional 
pressure on headteachers. 
 
Despite the reported high levels of stress, Johnson et al. (2005) found that well-
being and job satisfaction among headteachers was no worse than that of other 
occupations and both well-being and job satisfaction are generally better for 
headteachers than that of teachers. In contrast, Phillips et al. (2007) found 
headteachers’ health to be worse than that of other comparative occupations and 
mental health issues were found to be greater among female than male 
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headteachers; and worse for primary than secondary headteachers (ibid). Dewa 
et al., (2009) found the opposite, that is secondary headteachers’ mental health 
was worse than primary headteachers. My study (Item 4) offered some insight 
into these contradictions, because I examined the interplay between sources of 
stress and sources of job satisfaction for different groups of headteachers. 
Qualitative differences between two sub-groups of very/extremely stressed 
headteachers who differed in their levels of job satisfaction were compared. The 
very stressed but very satisfied group gained most satisfaction from personal 
factors (e.g. competence, personal performance, health) whereas the very 
stressed but not satisfied group gained most satisfaction from structural factors 
(e.g. administration). In contrast, the very stressed but very satisfied experienced 
most stress came from interpersonal factors (e.g. lack of support and/or shared 
focus) and the very stressed but not satisfied found personal factors most 
stressful. There were also gender differences. The latter group for example, were 
exclusively female. Other more recent studies also found higher levels of stress 
among female headteachers (e.g. Ferrie, 2004, Phillips, Sen & McNamee, 2007). 
 
Having argued that headteachers experience similar pressures as teachers, the 
next section discusses the pressures on pupils in mainstream and special 
schools.  
4   Pupil stress, coping and well-being  
Writing in 1989, Dunham reported that, whilst stress amongst teachers has 
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tended to be a high-profile issue and has received considerable attention from 
researchers, “stress amongst pupils has generally aroused less specific concern” 
(1989: 16). What limited research exists comes to similar conclusions - that the 
pressure of academic work, that is exams, revision and homework are the main 
sources of stress (e.g. Kyriacou & Butcher,1993; Putwain, 2011). Pupils in Items 
6, 7 and 8 were also concerned about examinations, with many linking this to 
worrying about achieving their longer-term vocational goals. In Item 6 there were 
differences between the foci of males and females. Female pupils were more 
stressed than their male counterparts about school and their careers, and this 
was not just amongst those who were struggling academically. However, whilst 
many pupils in Items 7 and 8 made reference to examinations, many also 
referred to the stresses resulting from organisational rules and routines, which 
created daily hassles for them.  
 
The perspectives of younger pupils or those who are disaffected or marginalised 
because of their behaviour difficulties or placed in special units – areas which I 
have examined – are less well researched than those taking credentialed 
qualifications. Whilst the longitudinal study (Item 7) recognised exam stress 
among older pupils, attention was also drawn to what these same pupils 
considered stressful earlier in their school careers - ideas often relating to 
restricted freedom and autonomy. Similar concerns were unsurprisingly 
expressed by pupils in residential environments (Item 9). Problems coping with 
school was highlighted by a study of 30,000 children aged between 8 and 16 by 
The Children’s Society (2012) who found that levels of unhappiness at school 
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were higher than in all other measured areas of their lives and related to issues I 
had been raising in my studies nearly twenty years earlier, namely: freedom, 
choice and autonomy. 
 
Compas and Reeslund (2009) argued that the healthy development of 
adolescents, can be put at risk through exposure to stressful events in school, but 
they acknowledged that there were individual differences. These differences 
result from the interplay of individual and environmental susceptibilities and 
resources, and the individual’s range of coping strategies. For example, pupils in 
Item 9 had greater restrictions on their freedom and even less autonomy than 
pupils in Items 6-8. Whilst the latter had free space, the former had every aspect 
of their lives monitored 24/7 and often a limited coping template (Kendall, 1993). 
Walking out of a mainstream secondary school following an argument with a 
teacher or peers may raise concerns and a phone call to parents. Walking out of 
a residential unit is considered absconding, which can culminate with arrest by 
the police and sometimes placement in custody, all having implications for future 
placement and intervention.  
 
The majority of studies of adolescent stress and coping have tended to focus on 
life and/or traumatic events and their effects on functioning (e.g. Sandberg & 
Rutter, 2008). Consequently, most research looks at the psychological effects on 
adolescents of stressors such as, exposure to violence, abuse, neglect, divorce, 
bullying and marital conflict (Cicchetti & Toth, 2005).  
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Life events are often associated with anxiety in adolescents and compounded in 
those who have an external locus of control (Gale et al., 2008). Disengaged boys, 
the subject of Item 8, tended to have an external locus of control and feelings of 
helplessness in respect of re-engaging with learning. Whilst they recognised the 
importance of, and desire for, credentialed qualifications, they believed that 
success was unlikely at their school. This represented a bleak future. Similar 
negative thinking and external loci of control was evident among pupils in the 
other mainstream samples (Items 6 and 7) as well as those in residential special 
schools (Item 9) but for different reasons.  
 
Adolescence is often referred to as a time of ‘storm and stress’ - a 
conceptualisation not without its critics (Casey et al., 2010). It is a period in which 
many adolescents frequently experience intense negative affect which is linked to 
mood swings, risky behaviour and emotional volatility. The speed and magnitude 
of these changes can exceed the socio-emotional coping capacity of many young 
people and the resultant phenomenon of adolescent stress is widely 
acknowledged (Byrne et al., 2007). Only recently have researchers turned their 
attention to well-being in adolescents. One reason for this was the UNICEF study 
of well-being (2007) in which adolescents from both the UK and USA were 
ranked among the bottom four countries.  
 
Maintained schools now have statutory duties to promote the well-being of pupils 
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(Children Act, 2004). The relationship between well-being, academic learning and 
mental health has been made clear. As Brooks (2013) reported, supporting 
physical and mental health, and promoting socio-emotional learning among 
pupils in school creates a ‘virtuous circle’ which strengthens pupils’ attainment 
and achievement and in turn enhances their well-being - something I was arguing 
in Items 6 - 9 many years previously.  
 
Many approaches to improving adolescents’ well-being have focused on disease 
prevention or risk reduction, but more effective outcomes can be achieved by 
equipping them to cope with daily hassles (e.g. Duncan et al., 2007). My research 
has highlighted the negative effects of some school structures (e.g. rules and 
routines, access) and organisation on pupils’ attitude to work, their self-concept 
as learners, self-esteem and well-being (Items 7 and 8) emphasising how 
everyday interaction between individuals and their environment can either 
support effective coping or generate stress.  
 
The importance of effective behaviour management in school on pupils’ coping, 
well-being and resilience was made clear by the DfE (2016). The most significant 
factors that protect adolescents and help them to develop resilience include: clear 
policies on behaviour; positive classroom management; a whole-school approach 
to mental health; and a sense of belonging (ibid, 9). Pupils tend to be more 
resilient in schools where they enjoy the feeling of belonging (Osterman, 2000) 
and they are more likely to hold positive attitudes to learning, are more engaged 
with learning and feel safe and secure - as reported in Item 8. These, and other 
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factors (e.g. organisational structures, pupil characteristics, relationships with 
teachers), create the conditions for learning (Rudduck, Chaplain & Wallace, 
1996). 
 
Similarly, the negative effects of not including all pupils in decision-making were 
proposed by Jamal et al. (2013) in their analysis of 19 research studies. They 
found consistent evidence that limited involvement of some pupils in decision-
making, could result in them feeling they have no stake in their school 
community, negatively affecting relationships with teachers and prosocial peers 
and encouraging antisocial behaviour, including increased involvement with risky 
behaviour. Adolescents who become disengaged from conventional groups (e.g. 
school, prosocial peers) are more likely to bond with disruptive peer groups in 
order to establish social identity and a sense of belonging (Fuligni & Eccles, 
1993). 
 
Since my early work with Rudduck and Wallace (Rudduck, Chaplain & Wallace, 
1996), there has been increased interest in taking account of pupil perspectives 
across a range of issues, including social behaviour and mental health (e.g. 
Bahou, 2011). Pupils’ perspectives offer an essential dimension to the 
development of behaviour policies and this is now formally recognised. The 
United Nations Convention of the Rights of the Child meant that pupils were 
entitled to have a voice in matters that affected them (UNCR, Article 12, 1989). 
As a result, all pupils must be allowed to help shape a school’s behaviour policy. 
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However, the government’s response was somewhat underwhelming. Their 
official guidance stated that pupil involvement “need not be laborious or 
burdensome for the governing body . . . class teachers . . . could simply talk to 
their class about the behaviour principles and gather any views” (DCSF, 2009).   
 
Whilst the majority of adolescents emerge from the second decade of their lives 
without lasting difficulties (Graber et al., 1996), for some the many changes that 
occur during adolescence result in negative, and sometimes devastating 
consequences. For example, those who do not experience positive peer and 
adult relationships, have limited coping skills, academic and behavioural 
difficulties (Feldman & Elliot, 1990; Lerner et al., 1996). 
 
Pupils in items 6 - 9 made reference to wanting support from teachers who 
showed a genuine interest in their learning and well-being. However, social 
support has been shown to have differential effects. For example, Schraml et al. 
(2011) found lower levels of social support made a significant contribution to the 
variance explained in stress symptoms among adolescents. In contrast, whilst 
DuBois et al., (1994) found an association between high levels of social support 
at school and positive pupil outcomes (better grades and lower risk-taking) it 
occurred only among pupils experiencing life (event) stressors, such as poverty 
or parents’ divorcing, but did not find this among pupils who were not 
experiencing these stressors. The optimal source of social support may depend 
on developmental level e.g. support from parents seeming more significant in 
early adolescence than in late adolescence (Stice et al., 2004). 
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There is a significant increase in the numbers of pupils with low levels of 
subjective well-being as they progress through secondary school compared to 
levels in the primary years. This may not attributable to age but to social context. 
Of particular note is the relationship between disruptive behaviour in class and 
low levels of subjective well-being. This effect was found to be the case ‘both for 
the young people who were being disruptive, and for those who witness the 
disruption.’ (Chanfreau et al., 2013: 13) something highlighted by disengaged 
pupils in item 8. Therefore, establishing effective strategies for managing 
disruptive behaviour to minimise stress and promote well-being becomes as 
important for pupils as it is for teachers. 
Conclusion 
This critical review and commentary has shown how my work has made 
significant contributions to knowledge and research in respect of stress, coping 
and well-being in schools. In particular, it has demonstrated how, over a twenty-
year period, my work has been both innovative and creative on the one hand and 
questioned policy and practice in schooling on the other. A central tenet of my 
arguments is how, despite differences in age, development, status and roles of 
different members of a school’s community, what causes stress and what 
supports coping well-being are in many ways not dissimilar. My work has made 
use of various methodologies and methods to produce both breadth, depth and 
authenticity to my research. I have framed my work within social and 
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organisational psychology demonstrating, for example, how organisational 
structures and interpersonal relationships can interact and be interpreted and 
appraised as either stressors or resources, or both, depending on a range of 
interrelated factors. These factors include personal disposition, expectations, 
intended and unintended outcomes, context and time. Furthermore, I have 
shown, through my writing and practice, how to apply research and theory to 
classroom and effective schooling, some of which has been recognised in 
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teacher stress, coping and well-being;  
x providing an overarching and orienting framework in the form of a dual-
process model of stress and coping which incorporates organisational, 
interpersonal and personal elements;  
x providing a practical model to enable teachers to understand the 
relationship between stressors and resources, coping and well-being and 
how to review, improve and expand their coping strategies. 
 
Reviews 
As this second edition has recently been published, no reviews are available at 
this time. I have however included (i) two reviews of the first edition which were 
published in peer reviewed journals and (ii) comments made by independent 
reviewers on the proposal for a second edition. 
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(i)    1st edition 
Educational Review, 2005, 57(4) 
This is a thought-provoking book, with a good mix of theory and practical 
application. It also includes topics and ideas that are not always considered in 
more narrow treatments of the issue of student behaviour. The focus on the 
school as an organisation and the implications of various leadership styles of 
the senior managers in the school will be food for thought . . . I would 
recommend this book to both teachers in preparation and to experienced 
teachers, and it should remain on their shelves for reference. 
Dr. Robyn Beaman, Research Fellow. Deputy Director, MULTILIT, Macquarie 
University Special Education Centre.  
 
Educational Review, 2005, 57(1) 
The author provides a great deal of interesting and well-researched 
information. . . . Quite correctly he emphasises the importance of the total 
milieu in establishing the conditions for managing behaviour in a school. . . . 
Chaplain freely acknowledges two important issues which most writers in this 
ﬁeld seem to ignore. First, that behaviour management is one of the major 
concerns for all teachers and second, that teachers have to take charge of 
matters in the classroom (p. 140). In other words, classroom control is an 
important issue for every teacher, however senior and however experienced. 
The section dealing with whole-school behaviour policies (pp. 83–84) is 
especially good, as is that on support for staff on pages 112–116. In summary, 
this is a book which will repay careful reading on the part of teachers.  
Dr Frank Merrett, Lecturer/Research Fellow, University of Birmingham. 
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(ii)    2nd edition 
Comments from independent reviewers commissioned by Routledge on the 
proposal for the second edition 
 
Reviewer 1 
Managing behaviour is fundamental to teaching: this is the book that teachers 
should read first. Chaplain's writing demonstrates that rare combination of 
rigorous research knowledge translated into exemplary classroom practice. 
Most of all, his expertise is built on a deep understanding of the psychological 
and social factors that are a daily reality for teachers and their pupils. 
Reviewer 2 
The proposed features are interesting, relevant and appropriate. The structure 
of the book works well. The style is fluent and covers both underpinning theory 
and practical applications. The coverage in the book is comprehensive and 
relevant topics and emergent areas all covered. The author is very well known 
and respected in this area of work. 
Reviewer 3 
It is clear to me that the new edition will provide an up-to-date and important 
contribution to the field.  
Reviewer 4 
The author is well placed to ensure that all topics and emergent areas are 





CHAPLAIN, R. (1995). Stress and job satisfaction: A study of English primary 
school teachers. Educational Psychology: An International Journal of 
Experimental Educational Psychology, 15(4), 473-489. 
Status Authorship Citations 
Refereed journal article Single author 277 
Brief outline 
A study of 267 primary teachers’ experiences of stress and its relationship to 
specific facets of job satisfaction. Differences were found in respect of gender, 
age and experience on both measures. Unlike previous measures, the stress 
instrument used was designed to measure frequency as well as intensity of 
perceived stressors. When asked how stressful they found teaching, 23% said 
they found their work extremely stressful or very stressful. A principal 
components analysis identified three stress factors: Pupil behaviour and attitude; 
Professional concerns (relating to supporting pupils with special needs) and 
Professional tasks (relating to teachers feeling unsupported or lacking in 
confidence in their work) which combined accounted for 50% of the variance. 
Several repeated measures analyses of variance were carried out using the 
stress factors as dependent variables and gender, age and experience as 
independent variables. Stress and job satisfaction were negatively correlated and 
interacted. When asked “Are you satisfied with teaching as a profession?” 37% of 
respondents answered ‘yes’ or ‘yes, definitely’. Females were more satisfied than 
males and differences reached significance. Respondents were most satisfied 




Methodology & method 
Sequential mixed method multistrand design QUAN J QUAL 
Cross-sectional study using questionnaires (open and closed questions) and 
interviews with sub-sample. 
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x adding to the limited number of studies of primary teacher stress; 
x identifying which stressors had the greatest effect on primary teachers at 
that time;  
x illustrating how the measurement of overall job satisfaction hides 
qualitative differences in the specific facets of teaching which are most 
satisfying and how the latter are linked to different types of stressor and 
interact with age, gender and experience; 
x showing the effects of using a different approach to measuring stress. By 
combining perceived intensity of a stressor with its frequency to produce a 





CHAPLAIN, R. (2008). Stress and psychological distress among trainee 
secondary teachers in England. Educational Psychology: An International Journal 
of Experimental Educational Psychology, 28(2), 195-209. 
Status Authorship Citations 
Refereed journal article Single author 220 
Brief outline  
A study of 268 trainee secondary teachers using the General Health 
Questionnaire (GHQ) and a questionnaire with closed and open questions 
designed to measure stress at the end of the final teaching practicum. When 
asked how stressful they found teaching, 46% said they found their work 
extremely stressful or very stressful. A principal components analysis produced a 
three-factor solution: Behaviour management; Workload and Lack of support 
which accounted for 52% of the variance. A multiple regression analysis was 
carried out using psychological distress as dependent and the three stress 
factors as independent variables. Only Behaviour management reached 
significance as a predictor of distress. Differences were found between male and 
female trainees in respect of levels of stress and well-being and what they found 
most stressful in the practicum. Attention was drawn to the inadequacies of 
teacher training in respect of behaviour management and challenging the current 
strategy of shifting more training into schools.  
Methodology & method 
Parallel mixed method monostrand design QUAN + qual 
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Cross-sectional study using questionnaire (closed and open questions) + GHQ. 
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x adding to the limited research into trainee teacher stress, coping and well-
being; 
x highlighting the stressors most responsible for predicting well-being in 
trainee teachers;  
x challenging the efficacy of government policy in moving responsibility for 
behaviour management training into schools; 
x highlighting the need for trainee teachers to be provided with standardised 




CHAPLAIN, R. (2001). Stress and job satisfaction among primary headteachers: 
A question of balance? Educational Management & Administration, 29(2), 197-
215.   
Status Authorship Citations 
Refereed journal article Single author 92 
Brief outline  
A study of levels of stress and job satisfaction among 36 headteachers from 
primary schools in the West Midlands – East Anglia region. Data were collected 
using a questionnaire with open and closed questions and a two-stage interview 
process.  
Over 55% of the heads considered headship to be an extremely stressful or very 
stressful job, with 84% said that they felt stressed most of the time. Nonetheless 
56% felt very satisfied or satisfied with being a headteacher. What heads found 
stressful, based on the open questions, was categorised under four headings: 
school structures (e.g. maintaining standards) - the most commonly reported 
stressor; interpersonal relationships with staff and parents - the next most 
reported; external factors (e.g., government policies) and finally personal factors 
(e.g. health) - the least referred to. The interview data were analysed under five 
managerial themes: managing self; managing others; managing finances; 
managing the curriculum; managing change. An exploration of the relationship 
between stress, social support and job satisfaction concluded the initial analysis. 
Around half of the headteachers regularly felt very stressed but further 
investigation identified two qualitatively different sub-groups of very stressed 
headteachers. One group who were very satisfied with their job and a second 
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who were not satisfied with their job. Through examination of the responses of 
the two groups, a model was produced to represent their differences. The very 
stressed and very satisfied headteachers perceived most stress coming from 
interpersonal relationships (e.g., parents, unsupportive staff, external bodies) and 
most satisfaction from their performance as a headteacher, something over which 
they had the most control. In contrast, the very stressed but not satisfied group 
found most satisfaction from administration and structural aspects of their work 
and most stress from their performance as a headteacher.  
Methodology & method 
Sequential mixed method multistrand design quan J QUAL 
2 phase cross-sectional study using: 
Phase 1 Questionnaire to determine levels of occupational stress and job 
satisfaction using closed questions (with Likert scales) plus open questions which 
were linked to the second qualitative phase. 
Phase 2 Two-part interviews. The first part was semi-structured and the second 
asked respondents to reflect on their questionnaire responses. 
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x providing an important addition to the paucity of research into primary 
headteachers’ stress and job satisfaction; 
x providing insight into the pressures facing primary headteachers at a time 
of increasing national concerns about recruiting and retaining 
headteachers – something which continues to be a concern;   
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x highlighting the complex underlying structure of stressors and their 
relationship with sources of job satisfaction among headteachers who 
reported feeling very stressed. The message being that single measures 
of stress and job satisfaction can hide important qualitative differences; 
x reporting gender differences in respect of job satisfaction, with all the not 
satisfied (but very stressed) headteachers being exclusively female.  
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Item 5 
CHAPLAIN, R. (1995). Leading under pressure: Headteacher stress and coping. 
In D. Hustler, T. Brighouse, & J. Rudduck (Eds.), Heeding heads: Secondary 
heads and educational commentators in dialogue (pp. 222-232). London: David 
Fulton Publishers. 
Status Authorship Citations 
Chapter Single author 17 
Brief outline  
This chapter is taken from a book which reported a novel study of 8 secondary 
headteachers in dialogue with educational commentators. Headteacher stress 
was analysed under three headings: managing oneself; managing others and 
managing the organisation. The personal control of finances following 
introduction of local management of schools was something they found most 
satisfying, along with the not unrelated feelings of autonomy and personal 
control. However, this satisfaction was tempered by a concern about falling foul 
of Local Authorities as a result of ‘breaking away’ from their control. Similarly, 
managing others who were supportive raised satisfaction levels, whereas staff 
(including senior managers) could be subversive or undermine the mission of the 
school and hence be a source of stress.  
These findings highlight the transactional nature of the stress and coping process 
which explains variation across contexts as well as within contexts and between 
individuals and for individuals at different times. The complex and dynamic 
relationship between stress and job satisfaction was highlighted. 
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Methodology & method 
Sequential monomethod multistrand design QUAL J QUAL 
Cross-sectional study using a new and experimental approach which recorded 
the major elements of a debate between a group of 8 secondary headteachers 
and a group of educational commentators focused on a number of key elements 
of modern headship. The data used the headteacher as the central focus around 
whom there would be a form of discussion or debate involving both the 
headteachers and a group of commentators from different educational sectors. 
The process began with interviews of each headteacher individually. The 
transcripts were analysed by the commentators who held a one-day conference 
to discuss each of the transcripts separately and to identify questions to ask 
specific headteachers. The transcripts from the meeting, along with the specific 
questions arising from the commentators’ discussion, were sent to the individual 
headteachers. The headteachers were then invited to offer their comments, views 
on and reactions to the discussion and resultant questions. Finally, each 
commentator produced an essay, the themes of which reflected the interviews, 
discussion and their own interests. This chapter reported their comments in 
relation to stress and coping.   
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x adding to the limited research on secondary headteacher stress and 
coping; 
x reporting, in a frank way, what secondary head teachers feel are the 
pressures facing them as they attempt to manage major changes and 
maintain variety, in a climate of increasing pressure to standardise 
schooling; 
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x showing how an alternative, novel and interactive methodology could be 
used to identify pressures on headteachers; 
x highlighting the dynamic relationship between stress and satisfaction in 
respect of how headteachers managed three key elements of headship 
(managing self, managing others and managing the curriculum) which 
could be both stressful or a source of satisfaction. Which prevailed at any 





CHAPLAIN, R. (2000). Beyond exam results? Differences in the social and 
psychological perceptions of young males and females at school. Educational 
Studies, 26(2), 177-190. 
Status Authorship Citations 
Refereed journal article Single author 49 
Brief outline  
This paper drew on data from a larger national study of secondary pupils’ 
perspectives on their schooling and their futures which was commissioned by the 
NEBPN and OFSTED. The project was jointly directed by myself and Professor 
John Gray (University of Cambridge). It reported differences between male and 
female pupils’ perceptions of schooling and their futures. The levels of stress, 
motivation, self-efficacy and their interpersonal relationships were examined of a 
national sample of around 1000 Year 10 pupils from 24 schools in England and 
Wales. Male pupils reported a higher external locus of control. Female pupils 
reported higher levels of anxiety in terms of concerns about achievement 
performance and career orientation. The results raised concerns about socio-
emotional coping and psychological well-being of pupils, in particular females. 
Methodology & method 
Parallel mixed method monostrand design QUAN + QUAL 
Cross-sectional study using: 
Questionnaires (open and closed questions).  
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Performance data were also collected on KS3 results in mathematics, English 
and science   
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x questioning whether the focus on the widening gap between boys and girls 
in an increasingly exam-oriented system of schooling had ignored other 
important issues such as, personal agency, motivation and stress; 
x showing that whilst most pupils enjoyed coming to school and considered 
it worthwhile, over half were often bored, fed up and stressed at school; 
x highlighting how stress in pupils in their final years of statutory school was 
generated by both exam pressures and anxiety about their futures beyond 
school;  
x identifying significant gender differences - females feeling more stressed 
at school and more concerned about their futures than male pupils. At the 
same time females were more motivated and had higher self-efficacy; 
x highlighting the importance of paying attention to the impact of schooling 
on the socio-emotional coping of pupils, which at that time was not 
particularly fashionable with the DfE as it is currently.   
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Item 7 
CHAPLAIN, R. (1996). Pupils under pressure: Coping with stress at school. In J. 
Rudduck, R. Chaplain, & G. Wallace (Eds.), School improvement: What can 
pupils tell us? (pp. 118-132). David Fulton Publishers. 
 
Status Authorship Citations 
Chapter Single author 528 (book) 
Brief outline  
This chapter reported findings from the ESRC project ‘Innovation & change: The 
quality of teaching & learning’. This longitudinal study tracked the careers of 80 
pupils over the 4 years of their secondary schooling in three comprehensive 
schools in the Midlands and North of England. The pupils were 12 years old 
when the fieldwork began and 16 years old when it ended. Students were 
interviewed for 20 minutes once a term throughout the project, initially in pairs 
then later individually, which produced over 900 interview transcripts. The 
interview data were supported with information from teachers and analysis of 
school records and through attendance by researchers at certain key events 
(e.g., parents' evenings).  
The focus of this chapter was on how the stresses and concerns of pupils 
changed as they progressed through their secondary school career and as 
moved from early to middle adolescence. Key stressors included daily hassles 
from coping with school organisational demands, curriculum, teachers, peers and 
examinations. 
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Methodology & method 
Sequential monomethod multistrand design QUAL J QUAL 
Longitudinal cohort study using data taken from over 900 interviews conducted 
over a 4-year period 
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x adding to the limited research into pupil perspectives in general and in 
respect of stress specifically; 
x highlighting the stresses created through the tension between 
organisational structures; lacklustre teaching; lack of support from, and not 
being treated with respect by, teachers; inconsistent support from peers;   
x highlighting the importance of matching specific social support (e.g. 
instrumental versus emotional) to specific stressors (novel versus familiar); 
x illustrating the role pupils might play in improving a school’s socio-
emotional climate; 
x providing the catalyst to subsequent studies and projects on involving 
pupils in school improvement and research. 
Reviews 
Journal of Education for Teaching, (1996), 22(3), 339-340.  
A glance down the contents page of this publication holds the promise of some 
topical and valuable pupil perspectives, from the secondary sector, and a 
welcome and refreshing emphasis in an area - school improvement - currently 
dominated by more centrally determined edicts. A view from the school centre 
rather than the governmental centre is doubly welcome when we are 
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reminded, as this book does, that nothing is central to the learning experience 
than the experiences of the learner. . . . data are pertinent and illuminating and 
throughout, combine with findings, frameworks and conclusions from related 
research in a way that brings coherence, consistency and unity to the 
individual contributions . . . The centrality of the pupil is established with a plea 
from pupils for account to be taken of their social maturity and of the tensions 
they feel “as they struggle to reconcile the demands of their social and 
personal lives with the development of their identity as learners. . . .” 
Chapter 9, addressing stress and its management, reveals pupils as 
cherishing interactions with teachers who care about, keep abreast of 
and are prepared to discuss the trauma, dilemmas and uncertainties in 
their lives. . . . The chapters are intrinsically interesting with well-structured 
use of qualitative material . . . themes are lucid and well-conveyed . . . the 
book has much to offer beginning and experienced teachers in identifying and 
contextualising ways forward . . . it is crucial for teachers to signal to pupils that 
they enjoy teaching their subject and that they enjoy teaching them. I applaud 
any invitation to put the joy back in teaching. 
Dr Pat Broadhead, Lecturer in Education, University of Leeds. 
 
Times Educational Supplement 25th July, 2008 
This seminal work argued that “what pupils say about teaching, learning and 
schooling is not only worth listening to, but provides an important - perhaps the 
most important - foundation for thinking about ways of improving schools”. 
It argued that the maturity and capabilities of young people were much greater 
than most schools recognised, and that deep-rooted assumptions about 
childhood and adolescence needed to change to fit current realities. The aim, it 
concluded, should be “to strengthen young people’s sense of themselves as 
confident learners and strengthen their commitment to achieve”. The book 
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became, as Michael Fielding of London’s Institute of Education put it, “the 
catalyst of the school improvement movement”, both in the UK and around the 
world. 
Jeremy Sutcliffe, Associate Editor. 
Cambridge Journal of Education, (2007), 37(3), 317-320.  
What . . . School Improvement: What pupils can tell us? (did) was to render the 
pupil experience of contemporary schooling under a highly prescriptive 
national curriculum so transparent as to subvert the standards-driven school 
improvement agenda, and call once more for the renewal of pedagogically-
driven innovations by teachers in partnership with their pupils.  
John Elliot, Emeritus Professor of Education; University of East Anglia.  
 
National College for School Leadership (2002) 
What Rudduck, Chaplain and Wallace 1996 have drawn together the results of 
a fascinating and important study about the pupil’s view of learning.  




 CHAPLAIN, R. (1996). Making a strategic withdrawal: Disengagement and self-
worth protection in male pupils. In J. Rudduck, R. Chaplain, & G. Wallace (Eds.), 
School improvement: What can pupils tell us? (pp.101-115). London: David 
Fulton Publishers. 
Status Authorship Citations 
Chapter Single author 528 (book) 
Brief outline  
This study commissioned by TVEE (North of England) investigated what was 
becoming a national concern, namely disengagement and underachievement 
among secondary school boys. Teachers at three comprehensive schools in 
Derbyshire identified two groups of boys from years 8/9 - one group they 
considered to be engaged with learning and one they considered to be 
disengaged with learning - and completed an Inferred Self-Concept Scale for 
each boy. Each boy (n = 59) completed a Self-concept as a Learner Scale 
(SCAL). To identify their perspectives on: schooling; teachers; learning; and their 
futures boys at one school were interviewed in depth whilst those from the other 
two schools completed a questionnaire. Disengaged boys: felt that teachers were 
unfair and biased against them; scored lower on the SCAL and had lower self-
esteem than the engaged boys. The disengaged were also impulsive; gave up 
easily and felt more stressed at school. Despite these drawbacks the disengaged 
boys still wanted to succeed in credentialed qualifications, but felt they did not 
have the task orientation/problem solving strategies nor perceived support to be 
able to do so. 
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Methodology & method 
Sequential mixed method multistrand design QUAL J QUAN Teacher strand 
QUAN J QUAL Pupil strand 
2 phase cross-sectional study using: 
Phase 1 (Teachers)  Teachers’ personal constructs were used to identify two 
distinct groups of Year 8/9 pupils. One group they considered to be disengaged 
from learning and the second they considered to be engaged with learning. 
Teachers also completed an inferred self-concept scale for each boy.  
Phase 2 (Pupils) Data were gathered from pupils attending 3 different schools.  
The sample comprised 59 pupils (32 disengaged and 27 engaged). Each pupil 
completed a SCAL scale. Boys from one school were then interviewed in depth 
and boys from the other two schools completed questionnaires based on the 
interview schedule.  
Key findings & contribution to knowledge 
This study made a significant contribution to knowledge by:  
x highlighting the mismatch between pupils’ and teachers’ perceptions of, 
and reasons for, disengagement and disaffection and how this mismatch 
has the potential to generate stress for both; 
x showing how teachers’ explanations of disengagement from learning was 
represented in terms of pupils’ disruptive behaviour and not difficulties 
learning and how this might affect their behaviour towards those pupils; 
x suggesting how disengaged pupils’ perceptions of teachers’ negative 
behaviour toward them may contribute to their lower sense of self-worth as 
learners, the development of maladaptive motivational styles and hence 
underachievement;  
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x identifying significant differences in the perceived selves as learners, 
social identities and stressors between engaged and disengaged pupils;  
x demonstrating how disengaged boys, despite their difficulties, were 
concerned about gaining success in credentialed qualifications but did not 
know how they might re-engage with learning to achieve this;  
x providing practical examples of how professionals might intervene with 
pupils who are disengaged from learning. 
Book Reviews 
Reviews of the book from which this chapter was taken by Professor John Elliot, 
Howard Green, Dr Pat Broadhead and Jeremy Sutcliffe are provided in Item 7. 
The following is a specific review of this chapter.  
Chapter 8 focussed on disaffected and disengaged males.  Disappointingly, 
only one teacher in the study felt that negative messages from the teacher was 
a contributory factor and yet the pupils’ responses contradicted this so many 
times that reconsiderations seem timely.  Also, “more women than men, 
suggested that the need to maintain the macho male stereotype was a key 
factor in disengagement”.  There has to be food for thought here for women 
teachers; can we continue to consign some adolescent boys to their 
stereotypes without reconsidering the negative effects of our own 
conditioning?   




CHAPLAIN, R., & Freeman, A. (1994). Caring under pressure. London: David 
Fulton Publishers. (166 pages). 
Status Authorship Citations 
Book Joint (Chaplain 80%; Freeman 20%) 14 
Brief outline  
This book reported a study of the experiences of both pupils (primary and 
secondary aged) and staff, working in four contrasting residential special 
facilities. The book includes a review of the development of specialist residential 
provision for pupils with behaviour difficulties, highlighting links between special 
education, social services provision and the criminal justice system. The rhetoric 
and reality of planned intervention in the ‘best interests of the child’ were 
discussed. The demographic characteristics of the pupils and of the staff working 
with them were profiled. One school provided the main focus of the study and 
archival records of 1500 pupils over ten years were examined. Empirical data 
were collected using multiple methods including focus groups, interviews, 
observations and questionnaires. The other schools studied provided additional 
data. Social representations of what staff and pupils found stressful and how they 
coped were examined. Also included is a comparative analysis of both group’s 
perceptions of the function and effectiveness of organisational routines and 
rituals. The inconsistencies between pupils’ and staff’s interpretation and 
appraisal of control and support structures were considered to contribute to the 
stress experienced by both groups. Also highlighted was the significance of 
considering pupil perspectives when determining such structures. 
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Methodology & method 
Sequential mixed method  
multistrand design 
QUALJ QUAN J QUAL Pupil strand 
QUAN J QUAL Staff strand 
2 phase cross-sectional study using: 
Phase 1 (Pupils) (i) Pupils at one school completed questionnaires 
followed by unstructured interviews.  
(ii) Pupils at the other schools completed questionnaires 
only. 
Phase 2 (Staff) Staff completed questionnaires followed by interviews. 
There were four elements:  
1. archival pupil data (covering a period of 10 years);  
2. time triangulated cross-sectional data from one school and;  
3. cross-sectional data from three other schools;  
4. participant and non-participant observations. 
Data were collected from archival records, questionnaires, observation, focus 
groups and interviews with staff and pupils. 
Key findings & contribution to knowledge 
This book made a significant contribution to knowledge ways by:  
x making a significant and unique addition to the limited research reporting 
stress and coping among pupils and the staff in different residential 
special environments; 
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x highlighting the increased stress generated in an already stressful 
environment among staff, resulting from the introduction of major 
changes to legislation;  
x identifying the dilemmas faced by those making decisions about caring 
for and educating very challenging children at a time of conflicting 
legislation and policy making;  
x highlighting the impact of a lack of training on the well-being of staff 
responsible for the care, control and education of the most behaviourally 
challenging pupils in difficult conditions; 
x challenging a policy which resulted in the mixing of abused and abusing 
pupils in the same residential facility; 
x challenging residential placement policies, allegedly in the best interests 
of the child, but in reality based on occupancy or ‘heads on beds’ 
thinking; 
x providing insight as to the experiences of invisible pupils moving around 
social services, education and justice systems and the difficulties they 
experience getting back into mainstream education;  
x carrying an important message to the policy makers currently 
considering the rebirth of alternative provision with remarkable similarity 
to the community homes with education and approved school system;  
x giving vulnerable pupils in a marginalised system a chance to present 
their viewpoint as to the reality of everyday life in residential care and 
education.   
Book Reviews 
Educational Research, (Summer 1995), 37(2)  
This is a welcome addition to the research literature . . . a worthwhile book . . . 
Empirical data are interspersed by expositions of the existing theory 
underpinning the two main strands of the research: the experiences of the 
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young people and staff of stress and their strategies for coping within the 
residential setting; and the ‘rituals’ of institutional life. . . . the chilling fact that 
the environment in which we expect adults to care for young people with 
severe emotional, behavioural and social problems can create tensions which 
put pressure on the very act of caring for these vulnerable young people. Be 
prepared: it’s a discomforting story of unmet needs. One’s guilt increases as 
one turns the pages. 
Dr Felicity Fletcher-Campbell, Senior Lecturer (Inclusive Education), Open 
University. 
 
Cambridge Journal of Education, (1995), 25(3), 410. 
Residential homes for children with special needs have been in the news 
several times in the recent past, and the news has not been good. 'Jo Public' is 
treated to salacious tales of abuse and mayhem and has a picture either of 
Dickensian rules and regulations or alternatively of freewheeling liberalism. 
Staff in residential homes never seem to get the control quite right. Too much 
and they are accused of bullying, too little and they are accused of rewarding 
young thugs. 
Chaplain and Freeman’s book enables the reader to see past the stereotypes 
and begin to understand the world of young people in difficulties and their 
carers. This is an account of a research project . . . which has as its central 
theme stress and ways of coping with it, both by staff and by young people. It 
offers a perspective on the reality as perceived through the eyes of the people 
involved . . . Meanings are presented in terms of both staff and young people.  
After an historical background to residential care for young people in difficulties 
and a discussion of the literature pertinent to stress and coping, the reader is 
introduced to the research study itself. Data had been collected through a 
variety of techniques, from studying case notes to questionnaires and 
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interviews and, in analysis, presents a rich view of daily life.  
Presentation of the data offers the reader insight into the characteristics of the 
young people involved, revealing them to be a mixture of those who have 
offended and those who have been offended against. Putting together these 
two categories of young people is far from ideal and the situation contributes to 
the already stressful situation of being ‘in care'. When one combines this with a 
staff composed mainly of untrained residential social workers the capacity for 
either group of people coping with stressful situations is not great.  
The questionnaires and interviews reveal a variety of potential and actual 
stressors as the culture and rituals of life in residential care are placed under 
the microscope. The authors suggest that rituals, such as meal times and 
getting up, are very important in the control of young people in difficulties and 
in the way in which both staff and young people cope with the stress of living 
together in the unnatural situation found in residential care. Their final chapter, 
entitled 'The way forward', continues the advice by suggesting strategies to 
improve the service, such as the need to decide for which young people the 
service is intended and the need to improve the selection and qualifications of 
the staff. 
This is an interesting account of residential provision provided in a readable 
style which adds to the small but growing literature on this subject. I have only 
worked as a supply teacher in this much hidden and neglected area of human 
services, but I recognise the scenarios and the words of the informants in the 
research. It all rings depressingly true. Chaplain & Freeman's study has 
captured what actually happens and, when this is coupled with their advice on 
giving proper consideration to strategic planning and appropriate training for 
staff, government and local authorities have much help when they decide that 
it is no longer a tenable situation just to insist that troubled children should be 
neither seen nor heard. 
Dr Penny Lacey, University of Birmingham School of Education. 
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Journal of Adolescence, (1995), 18, 247-251. 
So much has been written about abuse in residential homes and schools that 
there is a risk of the reader becoming desensitized to the predicament of the 
children and staff who live and work in them.  "And so why another book about 
this very issue?"  you might ask.  The justification for this book is that it focuses 
on those aspects of life in residence which have been neglected by other 
writers and which young people and their carers find stressful. It is written with 
a wide readership in mind and will be of undoubted interest to those involved 
with the education and care of children in residential environments.  
Chaplain and Freeman express concern for staff working in residential 
settings, with young people whose behaviour may be as disturbed as it is 
disturbing. They support the effort and commitment of those involved in trying 
to help and effect change in young people in difficulties, whose experience, 
qualifications and training are for the most part minimal and whose managers 
seem indifferent to their plight. The writers concern is also for the young 
people themselves. The "abused" and the “abusers", the “acting out" . . . and 
“the withdrawn", all mixed together in some specialist residential provision. It is 
their contention that the institutions themselves exacerbate the problems faced 
by residents by adding "institutional stressors" to personal and interpersonal 
ones.  
The book is based upon research which is phenomenological, in that it uses 
the participants' descriptions of their own experiences as the data.  The 
adoption of this approach provides us with a very readable tome and one 
through which we begin to understand the world of those studied “through their 
eyes". It might be argued that the empirical basis is weakened by the 
knowledge that the authors theorizing is formulated upon data collected from 
only four specialist residential settings.  However, this must not be allowed to 
detract from the book’s positive aspects. It explodes a myth that interventions 
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in the lives of young people are organized and planned and emphasises the 
need for policy makers and senior service managers to facilitate a co-ordinated 
interagency response towards meeting the needs of children in their care.   
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